symptoms and stress in nursing students at all program levels was revealed, compared to medical, pharmacy, and social work students (Beck, Hackett, Srivastava, McKim, & Rockwell, 1997) .
Evolving demographics may also have been associated with higher stress levels and poorer academic outcomes (Greer & Chwalisz, 2007; Pascarella & Terenzini, 2005) . The influx of students who are older, married, have children, are employed, and commute to campus have introduced more complex and personal stressors: balancing school, family, and work, requiring more unique coping skills to achieve academic goals. An unstable economy and higher tuition have been found to compound these stressors (Gibbons et al., 2008; Gigliotti, 2004; Leppel, 2002; Nicholl & Timmons, 2005; Omigbodun et al., 2006; Robotham & Julian, 2006; Zeitlin-Ophir, Melitz, Miller, Podoshin, & Mesh, 2004) .
In a study of 271 Finnish nursing students, life orientation, or awareness of the balance of work as a professional nurse and other social roles, such as parenting or wage earner, were associated with the intention to stay in nursing (Vanhanen & Janhonen, 2000) . Only one study, conducted in the Republic of South Africa, explored the impact of both personal and academic stressors on academic performance, and reported that baccalaureate nursing students with higher stress described feelings of anger, apprehension, fear, and being overwhelmed, which negatively affected academic performance (Gwele & Uys, 1998) . Exploration of the impact of both personal and academic stressors on academic performance in nursing students from other countries is necessary to validate these findings.
Despite these claims, there is a paucity of research that explores specific factors or interventions that could decrease nursing student stress and enhance learning processes and outcomes (Beddoe & Murphy, 2004; Jones & Johnston, 2000; Kanji, White, & Ernst, 2006; Sharif & Armitage, 2004) . One construct that may hold promise is learned resourcefulness, or the ability to regulate emotions and cognitions (Rosenbaum, 1980a (Rosenbaum, , 1983 (Rosenbaum, , 1988 (Rosenbaum, , 1990 . Learned resourcefulness has been reported to decrease stress and enhance coping effectiveness in several populations in Israel, Turkey, Canada, and the United States, and in a variety of situations, such as weight loss (Kennett & Ackerman, 1995) , tolerance of pain (Kennett, O'Hagan, & Cezer, 2008; Rosenbaum, 1980b) , coping with loneliness (Hamama, Ronen, & Feigin, 2000; McWhirter, 1997a McWhirter, , 1997b , tolerance of seasickness (Rosenbaum & Rolnick, 1983) , compliance with medical advice (Aikens, Wallender, Bell, & Cole, 1992; Bryant, Simons, & Thase, 1999; Rosenbaum & Ben-Ari, 1985) , coping with chronic conditions (Preechawong, Zauszniewski, Heiner, Musil, Kercsmar, & Aswinanonh, 2007; Rosenbaum & Palmon, 1984) , and addictive behaviors (Carey, Carey, Carnrike, & Meisler, 2001) .
A few studies have targeted the college student population, but no studies have examined nursing students. There is strong evidence that college students with higher levels of learned resourcefulness are better able to minimize negative effects of stress, cope with challenging or threatening situations, develop greater self-confidence and academic persistence, and are less likely to become anxious and frustrated (Akgun, 2004 , Carey et al, 2001 Ceyhan, 2006; Kennett & Keefer, 2006; McWhirter, Burrow-Sanchez, & Townsend, 2008) . Capability and perseverance in an academic self-management counseling program was significantly influenced by higher levels of learned resourcefulness in 38 nonnursing college students (Kennett, 1994) .
Higher levels of learned resourcefulness have been shown to be preventative of depression, a major problem in nursing and other college students. Students with higher learned resourcefulness are more likely to demonstrate planning and problem-solving skills to control anxiety when faced with high stress during final exams, whereas those with lower learned resourcefulness use more wishful thinking, self-blame, and self-doubt (Dixon & Robinson Kurpius, 2008; Gintner, West, & Zarski, 2001; Huang & Guo, 2009 ).
In only one study, learned resourcefulness, stressors, and academic performance were explored in 141 first-year undergraduate psychology students at the University of Australia. Reported was that increased academic stress led to decreased academic performance, but was moderated by learned resourcefulness (Akgun & Ciarrochi, 2003) . Gadzella (l994a) found that individuals with greater stress are more likely to believe personal decisions and behaviors are influenced by chance or by people who are more powerful and significant, rather than by internal responsibility and control of outcomes. Learned resourcefulness, which promotes internal control, may be important in decreasing stress and shifting locus of control, in order to promote healthy behaviors, improve learning, and enhance academic outcomes of nursing students.
CONCEPTUAL FRAMEWORK
The conceptual framework developed for the current study (Figure 1 ) is based on Hans Selye (1974 Selye ( , 1976 , Lazarus and Folkman (1984) , and Rosenbaum (1990) , and depicts the impact of academic and personal stressors and learned resourcefulness on nursing student academic performance. Stressors are viewed as a controllable imbalance between demands and resources, occurring when pressure exceeds the perceived ability to cope. When a stressor is perceived as a threat, students are more likely to decrease satisfaction, motivation, and persistence, performing more poorly, and eventually failing or dropping out. Stressors viewed as a challenge may improve motivation, decision-making, coping style, self-confidence, satisfaction, and academic performance. Several factors may impact stressors, including demographics, student perceptions, sources of stress, life experiences, health-related behaviors, and learning environments (Gadzella, 1994b; Gupchup et al., 2004; Zajacova, Lynch, & Espenshade, 2005) . Learned resourcefulness may positively influence the student's perception of stressors as a challenge and ability to cope, resulting in increased academic performance. Derived from the cognitive-based behavioral self-control models of Bandura (1977 Bandura ( , 1978 , Kanfer (1977), and Meichenbaum (1977) , learned resourcefulness is "an acquired repertoire of behavioural and cognitive skills with which the person is able to regulate internal events such as emotions and cognitions that might otherwise interfere with the smooth execution of a target behaviour" (Rosenbaum, 1990, p. xiv) . The individual possesses or acquires a rich repertoire of well-learned behaviors and skills through which all behavior is goal- directed and self-controlled when facing everyday problems or disruptions. Major components include emotional responses, problem-solving strategies, ability to delay immediate gratification, and self-efficacy expectation. High or low resourceful people do not differ in ability to learn self-control skills, but in the ability to implement these skills on a long-term basis (Rosenbaum, 1980a) . "What are the unique human qualities that make people resourceful and creative even under the most dire circumstances?" (Rosenbaum, 1990, p. xix) .
Learned resourcefulness is comprised of two types of self-control. Redressive includes a set of behaviors, such as emotions, pain, and cognitions that positively influence disrupted activities and restore homeostasis. Reformative involves problem-solving and the ability to delay gratification that guides the individual through the change process when confronted by stressors. Learned resourcefulness does not influence the perception of stressors, but affects the perception of self-efficacy, which impacts self-confidence, problem-solving ability, and mastery experience. The individual must notice a disruption, evaluate as important to well-being, believe that a specific course of action will lead to a desired outcome, and expect self-change and the capability to cope with internal situations (self-efficacy expectation) (Bandura, 1977 (Bandura, , 1982 Bilgin & Akkapulu, 2007; Lazarus & Folkman, 1984; Rosenbaum 1990 ).
Learned resourcefulness expands the cognitive processes to include the role of personality repertoires, or well-learned behaviors, cognitions, and affects, which promote self-control, self-direction, and the capability to adopt healthpromoting attitudes and behaviors. Other examples of personality repertoires are hardiness (Kobasa, 1979) and sense of coherence (Antonovsky, 1979 (Antonovsky, , 1987 . Hardiness is viewed as three intertwined components: commitment, control, and challenge. 'Hardy' individuals tend to emphasize the positive aspects of a stressor, view change and disruption as challenging and desirable, and strive for a healthy adaptation to a stressful environment (Sheard, 2009) . Similarly, individuals with a high sense of coherence usually evaluate stressors as positive, believing that both internal and external environments are predictable and manageable and that situations will have a meaningful outcome. Rosenbaum (1990) ranks learned resourcefulness on a specific-to-global scale as more specific than hardiness and sense of coherence. Hardiness and sense of coherence influence the initial evaluation of a stressful event, whereas learned resourcefulness influences actions toward reducing the interfering effects or personal reactions to the stressor.
Learned resourcefulness is based on the broad salutogenic model, examining social, cultural, personal, and other variables to explain why some individuals have internal control to stay healthy despite exposure to a variety of stressors. In contrast, learned helplessness is based on the narrower pathogenic model, which focuses on actual or perceived control over external events and specific reasons why individuals get sick (Abramson, Seligman, & Teasdale, 1978) . In the learned helplessness model, individuals learn during previous exposure to uncontrollable events that responding behavior is futile. When exposed to subsequent situations, the individual expects the same outcome of failure and uses the previous behaviors regardless of controllability of the event (Rosenbaum & Ben-Ari, 1985; Seligman, 1975; Seligman, Maier, & Greer, 1968) .
Resilience is another construct prevalent in the literature, and involves protective mechanisms which help the individual recover better than expected, with relatively good outcomes, from extreme acute or chronic stress, trauma, or adversity (Atkinson, Martin, & Rankin, 2009; Masten, 2009; Masten & Wright, 2009; Rutter, 2006 Rutter, , 2007 . In contrast, learned resourcefulness behaviors are used when facing everyday situations. Both resilience and learned resourcefulness involve psychological growth and a social, cultural context. Academic resilience has also been examined and is the student's capacity to overcome adversities that are perceived as major assaults on educational processes. Academic buoyancy, on the other hand, is the capacity to overcome the normal ups and downs of everyday academic life (Martin & Marsh, 2009 ). All of these constructs, including learned resourcefulness, need further development, definition, and clarity in the literature.
METHOD

Research Design
The purpose of this explanatory correlational study was to examine the mediating effect of learned resourcefulness on the relationships of stressors, both personal and academic, to academic performance in baccalaureate nursing students. Following approval by the University Institutional Review Board and School of Nursing Research Committee, a Letter of Introduction to Participate was distributed to all junior nursing students. After obtaining written informed consent from each participant, the researcher gathered data. Descriptive statistics, Pearson product-moment correlation coefficients, t-tests, reliability statistics, analysis of variance (ANOVA), and multiple regression were completed using SPSS Version 17. The alpha significance level was set at .05. The following research questions were examined. 
Instruments
The dependent variable, academic performance, or previous semester GPA, and the independent control variables, age, race/ethnicity, gender, marital status, work status, and enrollment status, were obtained from participants on the Demographic Data Sheet, created for the study. The independent variable, stressors, was measured by the Student-life Stress Inventory (SSI) (Gadzella, 1991) , a 51-item self-report paper and pencil instrument, divided into two major sections: Types of Stressors (personal and academic), with five categories: frustrations, conflicts, pressures, changes, and self-imposed, and Reactions to Stressors, comprised of physiological, emotional, behavioral, and cognitive categories. Participants also rated overall stress level: 1 (mild), 2 (moderate), and 3 (severe). Numerous studies have reported the reliability and validity of the instrument, and most recently, internal consistency of .92 for the total instrument, .90 for men, and .92 for women (Gadzella, 2004; Gadzella & Baloglu, 2001; Gadzella & Carvalho, 2006; Gadzella, Fullwood, & Ginther, 1991; Gadzella, Fullwood, & Tomcala, 1992; Gadzella, Ginther, Tomcala, & Bryant, 1991; Gadzella, Masten, & Stacks, 1998) .
The intervening variable, learned resourcefulness, was measured by the Self-Control Schedule (SCS) a 36-item self-report questionnaire developed in Israel, which assesses the individual's general repertoire of self-control behavior (Rosenbaum, 1980a (Rosenbaum, , 1990 . A six-point scale, ranging from +3 (very characteristic of me) to -3 (very uncharacteristic of me), assesses the application of problem-solving strategies, use of self-statements to control emotional responses, perceived self-efficacy, and ability to delay immediate gratification. A higher composite score (possible range +108 to -108) indicates greater learned resourcefulness (Rosenbaum, 1980a) . Numerous studies support the construct, convergent, and discriminate validity of the instrument, mostly in adult clinical samples, ranging from .78 to .86 (Akgun & Ciarrochi, 2003; Boonpongmanee, Zauszniewski, & Boonpongmanee, 2002; Richards, 1985) . Two studies have analyzed the factor structure in college students, with internal reliability reported from .82 to .83. A principal axis factor analysis on data from 583 male and female college students revealed a three-factor solution accounting for 36.37% of the variance, indicating that the SCS is adequate in that population (McWhirter et al., 2008; Redden, Tucker, & Young, 1983) .
RESULTS
The convenience sample consisted of 53 baccalaureate nursing students (50 juniors, 3 seniors), 94.3% enrolled full-time, 92.5% female, 84.9% identifying as Caucasian and 9.4% as African-American or Black, at a large urban university in the United States. Participants ranged in age from 20 to 54 (M = 24.83, SD = 7.46), 18.9% married, 23.1% with children, 52.8% working part-time, and 32.1% unemployed, laid off, or looking for work. While 13.2% reported living in a residence hall or apartment on campus, the majority (71.7%) lived off campus.
High levels of both personal and academic stressors were found, but were not significant predictors of academic performance r (52) =.008, p = .955. GPA ranged from 2.92 to 4.0 (M = 3.58, SD = 0.28). Cronbach's alpha for the SSI was .91 (n = 45), and overall stress was reported in the moderate range (M = 2.16, SD = 0.47). The four males (M = 119.00, SD = 9.49) perceived less stress than females (M = 142.11, SD = 21.04, n = 45). The type of stressor reported most frequently was in the Pressures Subscale (M = 4.31, SD = 0.66) and involved deadlines: ability to hand in papers when due or ability to make payments on time. An overload of things to do (M = 4.11, SD = 0.83) and competition on grades, work, or relationships (M = 4.00, SD = 1.00) were also reported. Stressors from the Self-Imposed Subscale were next, including competition (M = 3.93, SD = 1.14), worry and anxiety about taking tests (M = 3.75, SD = 1.05), worry about everything and everybody (M = 3.73, SD = 0.99), liking to be noticed and loved by all (M = 3.71, SD = 1.01), procrastination (M = 3.60, SD = 1.14), and perfectionism (M = 3.48, SD = 1.01). Students also cited stressors from the Frustration Subscale, mostly delays (M = 3.11, SD = 0.88) and daily hassles (M = 3.17, SD = 0.83), which affected them in reaching goals and lack of money (M = 2.80, SD = 1.22).
Regarding Reactions to Stressors, emotional reactions were reported most frequently, such as fear, anxiety and worry (M = 4.11, SD = 0.96), followed by cognitive reactions (thought and analysis): how stressful situations were (M = 3.64, SD = 1.04); and whether strategies used were most effective (M = 3.58, SD = 0.47). Behavioral responses were next: crying (M = 3.33, SD = 1.09), and was irritable toward others (M = 3.33, SD = 1.00), with Physiological reactions last: mostly exhaustion (M = 3.47, SD = 1.16), and sweating (M = 3.11, SD = 1.15). Age had a higher correlation with academic performance than stressors F (2, 46) = 4.83, p = .012. About 16% of the variation in academic performance can be predicted by age (R 2 = .16) and results were significant at the .01 level, F (1, 43) = 7.001, p = .011. When learned resourcefulness was added to the model, age continued to have the highest correlation to academic performance r = .374, n = 46; F (3, 42) = 2.83, p = .042, with approximately 18% of the predicted variation (R 2 = .176).
A t-test examining the effects of race/ethnicity on academic performance, using only African American or Black (M = 3.55, SD = 0.21, n = 5) and Caucasian participants (M = 3.60, SD = 0.28, n = 45), did not demonstrate significant differences among the means of the groups (t = -.43, df = 48, p = .31). A t-test exploring differences in academic performance of males (M = 3.50, SD = 0.39, n = 4) and females (M = 3.60, SD = 0.26, n = 49) did not demonstrate significant differences (t = -.70, df = 51, p = .26). A one-way ANOVA for academic performance and marital status F (4, 47) = 2.58, p = .06, and work status F (4, 48) = 2.57, p = .14, and a t-test regarding college enrollment F (1, 51) = 4.03, p = .64 produced similar results, because the groups were small and unequal. The mediating relationship of learned resourcefulness on stressors and academic performance was explored in Question 3 (Figure 2 ). Because no significant correlation was found between personal stressors and academic performance in Question 1, as shown in Path C, r (52) = .008, p = .955, mediation of learned resourcefulness on this relationship did not occur, as revealed by Path A, r (46) = -.198, p = .553 and Path B, r (49) = .198, p = .172. The Cronbach's alpha for the SCS was .77 (M = 23.02, SD = 21.38, n = 49), reported as within normal range in previous studies (M = 23-27, SD = 21.25) (Kennett & Stedwill, 1996; Redden et al., 1983; Richards, 1985; Rosenbaum, 1980a) . The four males scored higher (M = 41.25, SD = 17.06) on the SCS than the 45 females (M = 21.40, SD = 21.12) and the mean score for African American or Black participants (M = 34.75, SD = 21.34, n = 4) was higher than in Caucasians (M = 22.98, SD = 21.24, n = 43). The highest mean (M = 2.00, SD = 1.06), the ability to plan work when the student is faced with several things to do, was followed by trying to approach a difficult problem in a systematic way (M = 1.83, SD = 1.19), an increase in self-esteem when able to overcome a bad habit (M = 1.81, SD = 1.07), and usually exploring alternatives, rather than making a quick and spontaneous decision (M = 1.59, SD = 1.89). 
DISCUSSION
Despite its limitations, the current study's importance lies in its initial appraisal of both academic and personal stressors in relation to academic performance and the exploration of learned resourcefulness in baccalaureate nursing students. Findings further validate high levels of stressors and a positive correlation between age and academic performance, propose directions for the reduction and management of stress, and suggest further exploration of learned resourcefulness according to gender and race. Quantitative studies in larger, more diverse samples, plus, qualitative, mixed methods, and intervention studies are necessary. Findings confirm previous research using the SSI that academic stressors are the most irritating to nursing students and personal stressors, such as frustrations, are frequently cited (Beck et al., 1997; Gadzella, 1994b; Gadzella et al., 1992; Gadzella et al., 1998; Gadzella & Guthrie, 1993; Gigliotti, 2004; Misra, McKean, West, & Russo, 2000; Robotham & Julian, 2006 ). In the current study, students were surveyed near the end of the academic year, just prior to final exams, which may have influenced responses.
Perception of higher stress in females confirms findings in several studies using the SSI (Akgun, 2004; Dixon & Robinson Kurpius, 2008; Gadzella, 1994b; Gadzella & Carvalho, 2006) . In a study of 249 students (186 females, 63 males, mostly Caucasian sophomores) at a Midwestern university, females had higher scores than males on several types of stressors and on all four categories of (Misra et al., 2000) . The anxiety associated with tests, rather than the test itself, was reported to create both physiological (sweating, exhaustion) and emotional (fear, anxiety, anger) reactions in 126 psychology students at a Southwestern state university (Gadzella et al., 1998) .
The finding that stressors was not a significant predictor of academic performance (p = .90) is incongruous with prior research, but Akgun and Carriochi (2003) used a larger sample of 141 first-year undergraduate non-nursing students in Australia, focused only on academic stressors, used the Undergraduate Stress Questionnaire, and obtained GPAs from university records rather than self-report. On the other hand, age as a significant predictor of academic performance (p < .01) is in congruence with previous research (Entwistle & McClune, 2004; Vermunt & Vermetten, 2004) . Previous studies that include learned resourcefulness with these variables have produced mixed results in various age groups, with few studies of college students. In a study of 238 undergraduate students attending a public college in the northeastern United States (58% female, 94% single, and 93% Caucasian), higher levels on the SCS positively influenced academic performance (Mansfield, Pinto, Parente, & Wortman, 2004) .
A higher level of learned resourcefulness than females in the present study is in contrast with Rosenbaum's theory that learned resourcefulness is not gender related and also with other research focusing on college students (Rosenbaum, 1980a; Turkel & Tezer, 2008) . Using the SCS, no gender differences were reported when examining relationships among learned resourcefulness, drinking and smoking in 62 male and 109 female college students at a large, private university in upstate New York (Carey et al., 2001 ). Higher scores on the SCS for African American students as compared to Caucasian students in the current study correspond to previous research using the same instrument (Edwards & Riordan, 2001) . Black South African university students from economically deprived areas (M = 33.0, N = 100) scored significantly higher than White students from middle class and affluent backgrounds (M = 15.2, N = 138), suggesting that learned resourcefulness may be learned throughout life in the context of specific situational factors or environment, including the home and family (Akgun, 2004; Zauszniewski, Chung, Chang, & Krafcik, 2002) .
The major limitations of the current study were the small sample size (N = 53), gaps in data (n = 45 for the SSI and n = 49 for the SCS), and data based on one institution and program level. There were too many predictors for the sample size, and demographic data analyses must be interpreted with caution, because of small subgroups in each category (Howell, 2010) . Data were self-report, and participants had similar GPAs because a 3.5 or higher was required to enter the junior level of the program. The SCS was developed in Israel, which could affect perceptions, style, and applicability of learned resourcefulness skills according to culture and ethnicity (Boonpongmanee et al., 2002; McWhirter et al., 2008; Richardson, 2004; Rosenbaum, 1980a) . In a study of 100 Black and 138 White South African university students, the SCS had sound psychometric properties for the White group (Cronbach's alpha = .82), in contrast with several weak itemscale correlations and a much lower Cronbach's alpha (.52) for the Black group (Edwards & Riordan, 2001 ).
IMPLICATIONS, CONCLUSIONS, AND RECOMMENDATIONS
Learned resourcefulness, which significantly influences behavior in other populations and situations, has great potential to decrease stressors, increase problem-solving, and improve learning and academic performance in nursing students. Learned resourcefulness could provide the tools to cope with the types of stressors that nursing students must contend with on a daily basis. Nursing faculty and counselors could assess stressors and determine levels of learned resourcefulness, then implement skill training and counseling that matches specific limitations. An excellent example of a preventative and treatment approach, available for over 30 years, and successful in numerous research studies is stress inoculation training. Stress inoculation is a complex, multifaceted, training program designed to intervene at the psychosocial level to enhance awareness, mobilize preparedness, and develop mastery, resilience, and learned resourcefulness when faced with diverse stressful situations, such as depression, domestic violence, illness, or trauma (Meichenbaum, 2007) .
The program consists of three overlapping and interlocking phases: (a) conceptual education, (b) skills acquisition and consolidation, and (c) application and follow-through, and is adapted to the individual, family, group, or population, and to the types of stressor(s) experienced. The program has been used successfully for groups, such as nurses, policemen, and educators, who are exposed to persistent stressors related to the profession, augmenting coping mechanisms and confidence in using a repertoire of coping skills (Meichenbaum, 2007) . Stress inoculation programs could also be tailored for nursing students.
Once the level of learned resourcefulness is assessed for each student entering the nursing program, a specific program could be developed for each student to develop a stronger, more comprehensive repertoire of learned resourcefulness behaviors and cognitions, and provide more accurate, productive guidance for choosing appropriate intervention strategies throughout the program. This important intervention could positively affect student learning, decrease stress, improve coping, and increase self-confidence and self-efficacy. Studies involving stress inoculation training, both short-term and long-term, on nursing students would offer valuable data regarding the effectiveness of acquiring learned resourcefulness and coping with stressors. Long-term effects could provide a more comprehensive picture for innovative curricula and teaching strategies, and for increased numbers of qualified graduates with higher-level clinical judgment, knowledge, and leadership skills. As the largest component of health care, the nursing profession is in a key position to lead the transfer and advancement of the complex and rapidly-changing health care system (Institute of Medicine, 2010) . Learned resourcefulness and stress-inoculation training could have a major impact on this effort.
